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Contributing Factors to Earning Tenure
Among Black Male Counselor Educators
Michael D. Hannon, Tyce Nadrich, Alfonso L. Ferguson,
Matthew W. Bonner, David J. Ford, and Linwood G. Vereen
The authors used a phenomenological research design and a critical race theory
lens to examine interviews with 8 Black male counselor educators and learn what
contributed to their earning tenure. Participants described requisite personal
dispositions and institutional support as contributing factors. Recommendations
include facilitating programmatic sociocultural awareness, assessing faculty experiences, and coordinating mentoring opportunities.
Keywords: Black men, counselor education, critical race theory, multicultural
issues, phenomenology

Jones (2000) challenged higher education leaders to create a pipeline for
Black men to enter the professoriate; nearly 2 decades later, they remain
scarce. The U.S. Department of Education (2016) documented how Black
male faculty underrepresentation persists in higher education, comprising
only 2% of full-time, tenure-track faculty at degree-granting institutions.
Counselor education programs are a microcosm of this phenomenon,
wherein less than 4% of nearly 2,500 full-time faculty identified as Black
men (Council for Accreditation of Counseling and Related Educational
Programs [CACREP], 2015). The underrepresentation of Black male
faculty undermines the vision, mission, and aspirations of counseling
programs to recruit and retain diverse students and faculty. CACREP’s
(2015) vision for counseling programs aligns with the ACA Code of Ethics
(American Counseling Association, 2014), challenging program faculty
and administrators to engage in “continuous and systematic efforts to
recruit, employ, and retain a diverse faculty to create and support an
inclusive learning community” (CACREP, 2015). In this study, we wanted
to learn what factors contributed to the successful earning of tenure for
Black male counselor educators.
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The anti-Black culture in academia is systemic and began long before Black
men sought to join the professoriate (Hannon & Vereen, 2016; Henfield,
Owens, & Witherspoon, 2011; Vereen et al., 2017). Black faculty (both men
and women) have reported experiencing systemic barriers such as racism,
discrimination, and tokenization (see Haskins et al., 2013; Wells & Olson,
1998; Whitfield-Harris & Lockhart, 2016; Wingfield & Wingfield, 2014). This
experience is congruent with research about Black existence in contexts
outside of academia (Vereen & Hill, 2008; Vereen et al., 2017), particularly
for Black males (Hannon & Vereen, 2016). Challenges to recruit and retain
Black faculty exist in all disciplines (Pabon, 2016; Pabon, Anderson, & Kharem, 2011). Researchers have associated these difficulties with race-related
issues, particularly at predominantly White institutions (PWIs; Allison, 2008;
Griffin, Pifer, Humphrey, & Hazelwood, 2011; Griffin, Ward, & Phillips,
2014; Jackson & Crawley, 2003; Johnson & Bryan, 2017). Researchers have
documented that Black male faculty face difficulties in occupying spaces
that can be disaffirming and psychologically unsafe and that these difficulties may negatively affect their success (Bradley & Holcomb-McCoy, 2004;
Brooks & Steen, 2010). Unfortunately, little research exists that amplifies
the voices of successful Black male scholars in counselor education who are
navigating the tenure process.

Black Faculty Pursuit of Tenure
Black faculty have reported that racist behavior, in the forms of discrimination and microaggressions (e.g., unequal treatment, having their work
invalidated), impedes their ability to meet tenure expectations. Racism, in
various forms, takes a toll on people’s mental health and, for Black faculty,
can limit their productivity (Arnold, Crawford, & Khalifa, 2016; Bradley &
Holcomb-McCoy, 2004; Brooks & Steen, 2010). These experiences have resulted in racial battle fatigue, or mental or emotional exhaustion in response
to stress caused by persistently hostile environments because of one’s race
(McGee & Stovall, 2015; Salazar, 2009). The challenges associated with implicit or explicit racism for Black faculty pursuing tenure have especially been
documented at PWIs. At PWIs, Black faculty have reported the demands of
negotiating their existence, battling stereotypes, directly confronting racism
and discrimination, and taking on excessive commitments (Allison, 2008;
Salazar, 2009; Tuitt, 2012; Woodson & Pabon, 2016). When Black faculty are
subjected to the aforementioned challenges while trying to meet research,
teaching, and service expectations for tenure, it illuminates inequities within
academia. Furthermore, Black faculty have reported unspoken or implicit
criteria influencing their potential to earn tenure. For example, Arnold et
al. (2016) found criteria such as congeniality to be a greater influence on
earning tenure than scholarly productivity and professional service.
Instructional performance is another context in which Black faculty can
experience exacerbated hardship due to race. Black faculty are more likely
to be viewed with bias by students, more likely to receive lower student
evaluations (B. P. Smith & Hawkins, 2011; Vereen & Hill, 2008), and less
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likely to be viewed favorably than White colleagues (Brown, 2009; Jackson &
Crawley, 2003; Tuitt, 2012; Vereen & Hill, 2008; Woodson & Pabon, 2016).
Student bias against Black faculty can influence tenure, given how course
evaluations can be a heavily weighted tenure criterion. Consequently,
Black faculty are less likely to be promoted and tenured than White faculty (Bradley & Holcomb-McCoy, 2004; Griffin, Bennett, & Harris, 2013).
Although multiple factors are considered for tenure, the feedback Black
faculty receive from colleagues and students is critical. The formal and
informal messages they receive can reinforce isolation, discrimination,
and a sense of not belonging (Henfield, Washington, De La Rue, & Byrd,
2018; Jackson & Crawley, 2003; B. P. Smith & Hawkins, 2011; Tuitt, 2012;
Vereen & Hill, 2008; Woodson & Pabon, 2016).

Black Faculty in Counselor Education
Black counselor educators have reported race-related experiences similar
to those of other faculty of color in other disciplines pursuing tenure. Black
counseling faculty report institutional and situational bias, unequal treatment,
racial microaggressions, and limited mentorship opportunities, all of which
can impede the earning of tenure (Bradley & Holcomb-McCoy, 2004; Brooks
& Steen, 2010; Holcomb-McCoy & Addison-Bradley, 2005). Black counselor
educators have also reported feeling isolated within their universities and
departments (Bradley & Holcomb-McCoy, 2004; Brooks & Steen, 2010).
Despite these struggles, many Black counselor educators express pride
and fulfillment in their work. Brooks and Steen (2010) reported that some
Black counselor educators relish the opportunity to serve their community
and enjoy the freedom to work effectively within the profession. Researchers
have found that academic cultural norms can be unwelcoming, discouraging, and oppressive for Black faculty in broader institutional contexts (Wells
& Olson, 1998; Whitfield-Harris & Lockhart, 2016; Wingfield, & Wingfield,
2014) and in counseling programs, where race is a permanent influencing
factor (Bradley & Holcomb-McCoy, 2004). What is apparent in the literature
is that Black counselor educators’ experiences mirror those of Black faculty
across disciplines; individually and institutionally, racist behavior impedes
Black faculty success. Unfortunately, there is little in counselor education
research about what successfully tenured Black male faculty attribute their
successful earning of tenure to. This is especially important to understand
given their enormous underrepresentation.

Theoretical Framework: Critical Race Theory
Critical race theory (CRT) presumes race is a significant influence in the
lives of people of color. Furthermore, understanding their lived experiences
requires consideration of race in the face of systemic variables. Similar to
Henfield, Woo, and Washington (2013), we used CRT to contextualize our
understanding of the lived experiences of tenured Black male counselor
educators. Power and privilege are at the core of CRT, as are the notions
of power and privilege on the basis of race (Crenshaw, Gotanda, Peller, &
84
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Thomas, 1995; Trahan & Lemberger, 2013). CRT posits that racism persists
as a complex and intrusive force on the lives of people of color (McGee &
Stovall, 2015), and theorists seek to critically examine the experiences of
people of color through a social and historical context, to challenge existing ideologies that minimize and/or fallaciously illustrate their experiences,
and to promote social justice (Howard & Navarro, 2016; McCoy & Rodricks,
2015). Influential critical race theorists (e.g., Kimberlé Crenshaw, Derrick
Bell, and Mari Matsuda) have used CRT to challenge incomplete discourses
on race issues by examining how systems, laws, and policies can be used
to support marginalized communities (Crenshaw et al., 1995; Trahan &
Lemberger, 2013).
The historic and current underrepresentation of Black faculty contributes
to institutional culture, climate, and policies. And although there is important
research about Black faculty as racial, ethnic, and/or ideological minorities
in counselor education, little research exists leveraging the voices of successful Black male faculty to document what contributes to their success.
Narrative storytelling is a core tenet of CRT (Trahan & Lemberger, 2013)
and complements phenomenological research by helping convey experiences
that increase and deepen their colleagues’ awareness of systemic issues and
evoke lasting change (Trahan & Lemberger, 2013). In this phenomenological study, we used CRT to amplify the voices of tenured Black male faculty
and to highlight the importance of race on their experiences.

Method
We chose phenomenology as our method because of the exploratory nature
of this study and because we wanted to understand what participants experienced in pursuing tenure, how they experienced it, and what meaning they
derived from their experiences (Moustakas, 1994; J. A. Smith, Flowers, &
Larkin, 2009). We analyzed the data using interpretative phenomenological analysis (IPA), defined as “the examination of how people make sense
of their major life experiences” (J. A. Smith et al., 2009, p. 18). Using a
phenomenological design implies certain ontological and epistemological
positions. Our collective ontological stance acknowledges that the reality of
any phenomenon is relative; it is subject to multiple realities rather than one
objective reality (Hays & Singh, 2012). Furthermore, the epistemological
perspective through a phenomenological lens acknowledges that all forms
of knowledge are coconstructed by research participants and researchers
(Hays & Singh, 2012). IPA employs a double hermeneutic process whereby
participants reflect on their experiences, which the researchers then interpret
to make meaning of the participants’ reflections (J. A. Smith et al., 2009).
Recruitment and Data Collection Procedure
Once the appropriate institutional review board approved the study, we
began recruiting participants. Eligibility criteria were that participants selfidentified as being a man of African American descent; were able to speak
and understand American English; were at least 18 years of age; and were
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tenured, currently or formerly, in a counseling program. We attempted to
obtain a robust sample by using criterion (Patton, 2015) and snowball (Denzin
& Lincoln, 2000) sampling. Through email recruitment invitations to three
separate counseling and counselor education email distribution lists and
relying on our own professional networks, we directly contacted 53 potential
participants who were Black male counselor educators with tenure, of whom
eight agreed to participate. Sample sizes between three and 10 participants
are appropriate for IPA (Cilesiz, 2011; Dollarhide et al., 2018; J. A. Smith &
Osborn, 2007a), and we determined that our sample of eight participants
was sufficient given our research design and overall goals for the study.
Four members of the research team conducted semistructured interviews
with participants. Six interviews were conducted via web conference (e.g.,
Skype, Google Hangouts) one in person, and one by telephone. The interview
protocol was developed based on our review of the literature and overarching
research question (i.e., What factors helped you earn tenure?). The interviews
ranged from 30 to 60 minutes, depending on how much the participants
were willing to share. Interview questions and prompts included but were not
limited to the following: Tell me about your journey into the academy as a
counselor educator and faculty member. What personal factors and qualities
do you attribute to your ability to earn tenure? What institutional/program
factors and qualities do you attribute to your ability to earn tenure? and What
personal attributes do Black male tenure-track faculty need to earn tenure?
All interviews were audio recorded, transcribed, and reviewed for accuracy
(Seidman, 2006).
Participants
The participants’ ages ranged from 37 to 69 years old (M = 49, SD = 9.64).
Their length of tenure ranged from a few months to 10 years (M = 7.5 years,
SD = 5.32 years). Six participants worked at PWIs, and two worked at historically Black colleges and universities. Five participants were at institutions in
the South, one was at an institution in the Northwest, one was at an institution in the Midwest, and one was at an institution in the Northeast. Seven
participants worked at doctoral degree–granting institutions. Four reported
working at public institutions; the other four at private institutions.
Researcher Reflexivity Statement
Qualitative research requires investigators to document their roles in research and their relationship(s) to the phenomenon of study to help minimize researcher bias (Kline, 2008). We all identify as Black men and are
counselor educators or counselor-educators-in-training at tenure-granting
institutions. Thus, we represent different points of the tenure process. Our
team discussed our ideas and assumptions about Black male counselor educator faculty roles and successes. We also discussed our expectations of the
research outcomes and realized that our collective beliefs about how Black
male counseling faculty earn tenure included (a) earning tenure required
some form of compromise of conviction, (b) having a community of Black
86
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male counselor educators is critical to success, and (c) tenured Black male
faculty have an obligation to mentor junior Black male faculty.
The first author is a tenure-track counselor educator who researches Black
masculinity, fatherhood, and families of children with developmental differences. The second author is a doctoral candidate whose interests include
racial ambiguity, the experiences of people of color in systems, and identity
development. The third author is a doctoral student whose interests include
culturally responsive counseling, the LGBTQQIA (lesbian, gay, bisexual,
transgender, queer, questioning, intersex, and allies) community, and the
intersectional experiences of gay West Indian male immigrants living in the
United States. The fourth author is a counselor educator and program administrator who researches grading procedures, testing and assessment, and
supervision; he is in a nontenured position. The fifth author is a tenure-track
counselor educator who researches career counseling, African American
male college students, the LGBTQQIA community, and HIV/AIDS. The sixth
author has been both a tenured associate professor and full professor and
is presently an associate professor without tenure. He researches humanism
and Black existentialism.
Data Analysis
We used IPA to gather information about and communicate deep understandings of experiences in consideration of participants’ sociocultural
contexts (McConnell-Henry, Chapman, & Francis, 2009). This form of
phenomenological analysis requires a two-stage interpretative process (i.e.,
double hermeneutic) whereby participants in a study are making sense of
their worlds and the researchers are trying to make sense of participants
trying to make sense of their worlds (Matua & Van Der Wal, 2015; J. A. Smith
& Osborn, 2007b). We used IPA to help us understand and interpret what
these eight tenured Black male counselor educators identified as the most
salient factors in helping them earn tenure.
In IPA, the aim is to understand both content and complexity of meaning
(J. A. Smith & Osborn, 2007a). The first phase of our analysis began with
the first three authors (i.e., the data analysis team) separately conducting a
general content analysis coding (Hsieh & Shannon, 2005) of the first participant’s interview transcript. At this point, open coding was used to gather
recurring words and references. Next, the analysis team reread the first
participant’s transcript to organize original codes into broader categories
that were inclusive of more than one thought about the factors contributing
to the participant earning tenure.
The second phase of our data analysis was individual theme identification
in the first transcript. The data analysis team members separately reread the
first transcript for a broader understanding of the participant’s experiences
and to identify and organize preliminary themes in the first case (J. A. Smith
& Osborn, 1998, 2007a, 2007b). The third phase began the process of developing consensus in preliminary theme identification. The data analysis
team met to discuss their individual interpretations and to reach consensus
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on preliminary themes within the first transcript. As themes were identified,
the team went back to the original transcript to ensure their interpretations
could be confirmed by language in the transcript (Pietkiewicz & Smith, 2012;
J. A. Smith & Osborn, 2007a).
The final stage of analysis required the data analysis team use the first
transcript as a baseline and “orient the subsequent analysis” of the remaining
transcripts (J. A. Smith & Osborn, 2007a, p. 73) to identify convergences and
divergences in the data. Finally, they met to reach consensus on representative quotes that illustrated the identified themes (Creswell & Poth, 2018;
Patton, 2015). The sixth author served as an external auditor and engaged
the data analysis team in detailed discussions about data analysis and findings after reviewing all eight transcripts.
We verified trustworthiness first through investigator triangulation (Denzin
& Lincoln, 2000), which involves multiple researchers in an investigation to
assist with accuracy and confirmability of analysis. The first three authors’
consensus building was a form of investigator triangulation. Additionally,
the sixth author’s role as an external auditor allowed for cross-checks for
accuracy and helped increase the likelihood of confirmability (Creswell &
Poth, 2018). Second, member checking (Lincoln & Guba, 1995) occurred
during and after all interviews. Each participant confirmed the accuracy of
understanding during interviews (i.e., interviewers checking for understanding during participant interviews) and after reviewing interview transcripts
(i.e., participants receiving, reviewing, and confirming accuracy of interview transcripts). Each participant also received an executive summary of
the study’s findings for their review, feedback, and eventual confirmation.
Third, the first three authors’ reflexive exercises (e.g., making journal entries
during data collection and analysis) documented how the research process
affected them and their inclinations about potential findings. Lastly, using
representative quotes from participants provided us with thick descriptions
(Creswell & Poth, 2018), allowing readers to make their own decisions about
the transferability of our findings.

Results
After analyzing the eight interviews, our collective interpretation led us
to two overarching themes. The participants communicated that specific
requisite personal dispositions and institutional support were needed for
them to achieve tenure. These two themes describe specific contributing
factors for earning tenure. We present them in the following section—in
the participants’ words—to confirm interpretation of the interview data.
Pseudonyms have been assigned to conceal participants’ identities.
Requisite Personal Dispositions
All eight participants described a set of personal dispositions attributed
as necessary in securing tenure. The men discussed three specific dispositions as (a) an openness to community building and being mentored, (b)
in-depth awareness (i.e., self-awareness and environmental awareness), and
88
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(c) the ability to demonstrate persistence and clarity of purpose. Each individual narrative evidenced one or more of these three dispositions, which,
in our analysis, illuminated a broader set of requisite personal dispositions
necessary for tenure. The participants described how each disposition—in
combination with others or on its own—contributed to their success. CRT
posits that these themes are affected by race.
Openness to community building and being mentored. One disposition discussed at length was how openness to community building and being
mentored was critical in earning tenure. Goldie, tenured in 2017, shared,
“Part of my getting tenure was being able to be relationship oriented.”
Preston, tenured since 2007, described the value of openness to building
community with program colleagues, even if it meant investing more time
than required. He shared, “The other piece that I realized is that it was
important to have good relationships with my colleagues. Sometimes I had
to inconvenience myself because I do not live near my university.” Openness to being mentored was also evident in the participants’ narratives. J.
Dilla, tenured since 2010, discussed why an openness to being mentored
was helpful for him, saying,
My ability to be mentored—and I mean that in the sense that I have allowed myself to be
influenced and to be nurtured and molded by other people. I think in my counselor ed.
[educator] life, I’ve learned to not take things for granted. . . . Those are the attributes
that have been very helpful in me obtaining tenure.

Craig, who earned tenure in 2007, discussed the mentoring he received
in writing for publication. He shared,
I had mentors saying, you know, “You gotta write for first time publication without this
revise and resubmit,” you know. You have to have that mindset and know what they are
looking for and put that in to your manuscripts.

This phenomenon of community building through collegial and mentoring
relationships resonated among the participants’ narratives, and they openly
attributed it to their success.
In-depth awareness. The participants discussed the importance of what we
interpreted as an in-depth awareness evidenced by heightened self-awareness
of being Black men (e.g., awareness of personal skills, strengths, growth areas) and an environmental awareness (e.g., awareness of allies, adversaries,
program climate) to assist in strategic decision-making. This in-depth awareness, we believe, was critical in their earning tenure given that CRT posits
that this process differs for Black men.
To further this idea, Alexander, a recently retired counselor educator who
earned tenure in 2013, described possessing a “healthy paranoia.” He shared,
I always had a healthy paranoia. It is something that we as African Americans need
to have. You need to see what is going around you, you need to know what’s going
on around you, you need to pay attention to what’s going on around you. You need
to listen to the cues from your colleagues: good, bad, or indifferent. But you need
to be aware of them.
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This healthy paranoia Alexander mentioned illustrates environmental awareness of who in the environment is trustworthy by consistently assessing people,
opportunities, and responsibilities. Craig shared the same sentiment, saying,
“That’s why I said you have to pay attention to what’s going on around you.
I know someone who, um, who has no sense of his or her surroundings and
has been hurt by that.”
J. Dilla offered how he leveraged this personal and environmental selfawareness for his success. “I have the ability to survey what’s around me and
use whatever environmental conditions exist to encourage or influence my
scholarship.”
Clarity and resilience. The last disposition identified was clarity and resilience, which entailed needing a clear vision of their scholarship’s direction
and resilience to pursue that vision when confronted with resistance from
others. Alexander felt his perspective on clarity and resilience was especially
salient, given counselor education was a second career for him. He shared
the need to have “persistence and singularity of focus” as a junior faculty
member. Brian, who earned tenure in 2016, discussed the clarity and resilience needed to follow his scholarly passions, even at the risk of being
discouraged by senior faculty who disagreed with his scholarship focused
on people of color. He shared,
I have, you know, kinda the belief that if I follow my passion, I’m gonna be successful. So,
by following [the] research and writing opportunities, teaching opportunities, um, that
kind of I was passionate about, I knew that I would work hard enough to be successful.
I kinda just have an internal compass . . . and if I’m passionate about, I’m gonna work
hard and be successful.

Franklin, who is one of few Black male faculty members at his institution,
said he needed
just resilience. Focus. You gotta stay the course. It’s a lonely place because there’s not
many of us within the academy seeking tenure, so it could be quite a lonely place, so
having that resilience and perseverance to get through.

Goldie agreed, noting,
That’s that drive, that never give up. Man, as people we have always been down, you know.
We’ve always started with ankle weights on, but not letting that stop us. You know, just that
stuff, being able to hang in there and get it done, ’cause it’s going to come. I mean, I think
we are going to receive a little more . . . we are going to see more hurdles than other folks.

Institutional Support
All eight participants shared how institutional support (e.g., from programs, departments, colleges/schools, and/or universities) helped them
earn tenure. The participants discussed this in clear terms of institutional
systems intentionally and actively helping faculty succeed in their teaching,
research, and service. There were two specific forms of institutional support they consistently mentioned: (a) clarity of expectations and (b) active
mentoring systems.
90
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Clarity of expectations. The participants shared how helpful clear expectations
were or, in some cases, would have been. Charles discussed benefiting from
getting clear expectations from his department chairperson and colleagues.
“But I really can say without a doubt that it was because of the colleagues
I worked with [and] the department chair that I had. That they helped to
set the stage for me to be successful.” Preston talked at length about how
greatly he relied on clear expectations:
In my university, they spelled it out clearly. They let us know how many articles we needed.
They let us know about how many conference presentations we needed. Uh, they let us
know about teaching excellence and what needed to appear on the student evaluations.

Conversely, Franklin talked about wanting his university to have a clearer
set of expectations:
At my institution, they review your file, portfolio, dossier, et cetera every year and then
the 3rd year, it’s like a major review and it goes to the department level and it goes to
the college level. So, they look at your teaching, your research, and your service and
evaluate where you are and provide recommendation, feedback in terms of if you’re
on the right track.

Active mentoring systems. The second form of institutional support the participants discussed was having active mentoring initiatives whereby more
experienced or senior faculty would be visible, accessible, and, in some ways,
directive in their support of Black male junior faculty.
Craig shared, “So if you are going to offer someone mentorship, make
sure that you have a plan in place that you are following through on that.
It’s not just a mentor by namesake.” Brian elaborated on Craig’s perspective,
offering that the mentoring could come from within or outside the program
or department and should start immediately:
I think it comes down to mentorship and it really starts at orientation, when you’re a new
professor. I think getting paired with mentors right away. And also, there can be folks who
can be mentors who are outside of the department. You can do a dual mentorship where
you have a counselor educator mentor, but you can also have, you know, um, someone
who’s wanting a mentor of color [who might be outside of the department or program].

Charles offered his definition of active mentorship facilitated by institutions:
The way I really mean mentor in this particular case is again, someone who has a vested
interest and not one of those, “Oh you know, this is where my office is so if there’s anything
you need, just come and see me.”

Franklin and J. Dilla offered a similar sentiment of institutions creating opportunities for active mentoring relationships to develop through shared
experiences with other junior and senior faculty of color. Franklin shared,
I think what might be beneficial is for institutions to offer a retreat for—across colleges—all
of the Black or minority men that are seeking tenure. Maybe some sort of retreat where
they’re able to connect and discuss their expected research and invite tenured minority
professors to help them.

Counselor Education & Supervision • June 2019 • Volume 58

91

J. Dilla discussed the value of active membership to support the career
development and trajectory of Black male counselor educators. He said
mentors can help in
clearly defining the goals and aspirations of Black male counselor educators. And maybe
[determining] what can be done so that this budding professional is able to solidify themselves in academia for the long haul. How do we move from simple research to complex
methodology, understanding, and implementation? How do we go from assistant professor
on Day 1 to someone who can see themselves as provost?

Our research team identified requisite personal dispositions and forms
of institutional support as the most salient factors that contributed to these
Black male counselor educators earning tenure.

Discussion
The findings from this study paint a picture of a sample of Black male counseling faculty in their tenure pursuit while navigating a historically unwelcoming
system (Griffin et al., 2011, 2014; Johnson & Bryan, 2017). The findings can
potentially assist counselor educators, particularly those at PWIs, in understanding the resilience and persistence needed for Black men to succeed in a
world where race is a predictor of outcomes. The findings lend themselves to
the development of successful strategies to recruit, retain, and tenure Black
men given the persistent challenges in doing so (Allison, 2008; Griffin et al.,
2011, 2014; Jackson & Crawley, 2003; Johnson & Bryan, 2017).
The themes of requisite personal dispositions and institutional support for
Black male counselor educators align with prior literature about supporting
faculty success (Vereen & Hill, 2008). As such, there is an inherent need to
develop strategies for support that account for the significantly different experiences of Black male faculty compared with those of White and potentially
other non-Black faculty. All who seek promotion and tenure pursue similar
milestones; however, CRT reminds us that race influences the experience of
that pursuit given how marginalization occurs and can be intensified based
on the historical context of race in the academy (Griffin et al., 2011, 2014;
Johnson & Bryan, 2017). The participants’ narratives about the requisite
personal disposition of community building highlight several critical points
for discussion. For example, their narratives remind counselor education
faculty and administrators about the need and challenge to build community despite being, as Franklin articulated, one of few Black men on their
campus. The affirmation resulting from community membership is akin to
the group counseling tenet of universality, which can mitigate isolation and
support faculty success. The participants’ openness to mentoring provides
further evidence of their collective desire to share resources that will help
other Black male counseling faculty. The requisite personal dispositions of
self-awareness and environmental awareness highlight the need for deeper
sensitivity about perception, one’s influence on others, and how to identify
allies and support systems (Vereen & Hill, 2008). Alexander’s description of
healthy paranoia and selectivity about trustworthy colleagues is an example
92
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of how the pursuit of tenure is influenced by race and how a CRT framework can increase understanding of why Black male counseling faculty (vs.
non-Black faculty members) might be hypersensitive about themselves and
their environments (McGee & Stovall, 2015). A lack of awareness can lead to
being unheard, as articulated by Craig. These Black male faculty possessed
an awareness (i.e., self-awareness, environmental awareness) that prompted
them to actively go above and beyond what was expected of those in the
racial majority to demonstrate collegiality.
This finding also articulates how these Black male counselor educators
feel pressure to work harder than their counterparts to achieve comparable
success, making clear the influence of differential power and privilege in
academic and other workplaces (Cavounidis & Lang, 2015; Crenshaw et
al., 1995). Although resilience and persistence are necessary dispositions as
faculty, the experiences of Black male counselor educators underscore the
need for a specific kind of persistence (Bradley & Holcomb-McCoy, 2004;
Brooks & Steen, 2010; Johnson & Bryan, 2017). Their narratives serve as
learning opportunities for counselor educators about how persistence, resilience, and clarity of purpose are required to navigate faculty careers when
race, power, privilege, sociohistorical climate, and institutional norms are
influences consistently found to work against Black male faculty.
Institutional support can be a multifaceted and powerful conduit to support
Black male counselor educators in earning tenure. All participants valued
clear expectations and highly engaged mentoring relationships. Franklin,
Craig, and Charles differentiated between passive and active mentoring
and emphasized the need for a clear plan for career advancement and
benchmarks of progress. A CRT perspective about effective and responsive
institutional support for Black male faculty must account for race and its
contribution to failure or success—that is, institutional support for faculty
must be equitable, not simply equal, providing support Black male faculty
members need (e.g., financial and other resources for teaching, research, and
service). For this study’s participants, the convergence of requisite personal
dispositions and the institutional support they received positioned them to
successfully secure tenure. Critically understanding their experiences positions counselor education programs to be better equipped to attract and
retain racial diversity in their faculty.
Recommendations for Counselor Education
Our findings reiterate the importance of encouraging a sociocultural consciousness among current Black male counselor educators and Black male
doctoral students who aspire to be counselor educators. Black male counselor educators and doctoral students must deeply and bravely consider how
their Blackness can influence their experiences as counselor educators. In
the following sections, we offer recommendations for counselor education
programs as they support Black male counseling faculty toward tenure.
These recommendations are couched in our understanding of CRT, which
brings a new lens to the tenure process.
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Facilitating sociocultural consciousness. Counselor education programs can
help foster a sociocultural consciousness (i.e., an understanding of social
and political context and norms within a program and/or institution)
among Black male counseling faculty and doctoral students by providing
spaces where they can engage other faculty and students to share, learn,
and discuss current and historical impediments to their success. Counselor
education programs offer activities, such as diversity dialogues and conversations on race, that attempt to provide opportunities for deep sharing and
engagement. However, program faculty and staff must intentionally engage
as community members versus leveraging their position and influence to
undermine community building. Ultimately these efforts can yield a deeper
appreciation and understanding about how current and future Black male
faculty can be successful in their work.
Active mentoring. The active mentoring referenced by participants can
benefit both current and future Black male counselor educators. Counseling program faculty and administrators must be intentional in creating
and sustaining programs that mentor Black male counselor educators.
However, as Franklin stated, “there needs to be a plan in place that is followed.” The statement from Charles that mentoring should involve more
than an invitation to “just come and see me” is critical. To experience a
felt sense of support, an active level of engagement is required on the part
of mentors, and regular discussions of a systematic nature that acknowledge race and the influence of power and privilege, as articulated by the
study’s participants, are critical. These examples demonstrate support
at a departmental (i.e., micro-) and institutional (i.e., macro-) level that
addresses the specific needs of current and future Black male counseling
faculty and lends itself to their success.
Faculty experience assessment. From a CRT perspective, an additional recommendation would be to assess how Black male faculty experience and
describe their counseling programs’ climates (McGee & Stovall, 2015).
This is especially important when acknowledging that of the reported 2,490
full-time faculty in CACREP-accredited programs, 310 are Black (CACREP,
2015), and 8,962 students identify as Black. In other words, for every 29
Black students there is one Black faculty member. By comparison, over
74% of faculty in CACREP-accredited programs are White faculty, who
then engage with well over 50% of students who are White. These ratios
in no way mirror the racial makeup of the United States, and they indicate
that counselor educators should develop ways to provide systemic support
(i.e., departmental, college-wide, university-supported mentoring at various
intervals) for Black male counselor educators.
This kind of assessment can yield results that allow counseling programs
to respond to the needs articulated by Black male (and other) faculty
members. It also allows counseling programs to celebrate the strengths they
possess. Certainly, the assessment and ongoing research can help programs
develop a culture that helps recruit, mentor, retain, and ultimately promote
and tenure Black men.
94

Counselor Education & Supervision • June 2019 • Volume 58

Transferability and Recommendations for Research
Ours is one qualitative study of Black male counselor education faculty.
The transferability of our findings will be determined at an individual level.
Similarly, we do not imply that our participants speak for the experiences
of other Black male faculty or faculty of color.
Researchers might investigate the lived experiences of Black male doctoral
students, pretenured faculty, and tenured faculty. This would mirror the work
of Magnuson, Norem, and Lonneman-Doroff (2009), who chronicled the
transitional stages of development for counselor education faculty new to the
tenure process. Additionally, it would expand our knowledge base through
observation of emergent themes to assess for synergy across transitional
stages of development. Finally, a study of experimental design exploring
constructs of requisite personal dispositions and perceived institutional
support, as well as awareness, self-efficacy, and mentoring, would serve to
further enhance our knowledge base.
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